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The purpose of this study was to examine the extent to which leadership skills of
principals were improved as a result ofprofessional develt^ment training. By examining
leadership behaviors of principals in a large suburban school district, the researcher
sought to determine if attending staff development courses designed specifically to treat
identified, deficient leadership skills would affect growth in the leadership behaviors of
principals. Demographic data such as tenure in present position and ethnicity of
prinicpals were also examined for relationships to post-assessment gain scores on an
assessment instrument.
*
Trained data collectors administered the Profile for Assessment of Leadership
instrument to the local faculties and staffs of principals. The Research Department
processed the data and provided 33 sets of matched scores. These scores were




The findings indicated no statistically significant difference existed between the
gain scores in leadership behaviors of principals who took the professional development
training and those who did not. For tive of the eight competencies measured, a
statistically significant difference existed between pre-assessment and post-assessment
scores. The competencies of human relations, time-on-task, and high expectations
showed no significant gain. Tenure and race exhibited no significant relationship with
the gain scores on the competencies except between decision-making skills and race.
This relationship suggested that black principals allowed more participation in decision
making from their staff than white principals.
Recommendations include a staff development component which provides vehicles
for practical as well as conceptual understanding of leadership competencies essential for
success. The research supports the findings of other researchers in that suppon systems
such as mentor relationships or practicums for principals along with procedures for
rewarding excellence appear to relate positively to leadership behaviors and, thereby,
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Documentation of the key role in schooling that the principal plays is replete
throughout recent research. In a comprehensive review of research studies on school
effectiveness, Shoemaker and Fraiser (1981) defined the effective principal as one who
runs the school. Both what the principal does and allows to h^pen contribute to
exceptional schooling. An in-depth review of school effectiveness suggests that schools
and their principals do indeed make a difference. Although the intent of the ten studies
reviewed by Shoemaker and Fraiser (1981) was not to study the role of the principal,
research revealed that the behavior of the principal was clearly the most important factor
in determining school effectiveness.
Statement of Problem
In an effort to translate research into practice, leadership assessment programs
have been developed with the goal of establishing measurable, performance objectives
that would allow a data-driven process to be employed in the assessment of
administrators. The problem that this study examines is variations in leadership
behaviors ofprincipals. The question which the research addresses is whether leadership
behaviors ofprincipals can be enhanced through professional development trainingwhich
is designed specifically to address needs that were identified from the results of
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pre-assessment data. The Profile for Assessment of Leadership Program (PAL)
instrument is used in this research to measure the leadership behaviors. The program is
designed to provide principals with the results of their assessed areas in leadership
behaviors. Specific professional development training in this school district is based on
the belief that all persoimel can make substantial continuous growth, that people make
organizations elective, and that plaimed programs make assessment efficient. The
prescribed training is designed to improve the performance of principals in deficient
areas which were identified by the use of the Profile for Assessment of Leadership
instrument (Tucker & Bray, 1986).
The Staff Development Department of the school system is responsible for
designing and announcing the professional development training. The notification is
made through a quarterly registration brochme (Schwartz, 1988). The course title,
instructor(s), dates, location, contact hours, target audience, type of credit and course
description are listed in a clear and concise format which assists the reader of the
brochure in making choices. To facilitate the participants in choosing a course, the target
audience section identifies for whom the course is designed, all certified persoimel,
administrators, selected teachers, or staff. Type of credit refers to the different
requirements for certification renewal or pay increases. Staff development credit (SDU)
is given to meet the requirements by the State Department of Education for certification
renewal. Southern Association of Colleges and Schools (SACS) credit is given to meet
the required six semester hours of college credit or the equivalency as approved by the
State Committee every five years. Increment credit is given to satisfy the requirement
for continued pay raises called step increases by the local Board of Education.
4
Each principal who participated in an inservice session or workshop selected die
course from the StafrDevelopment brochure. The courses usually ranged from ten clock
hours which equal one credit to SO clock hours which equal five credits. As an example,
a course which was offered winter quarter 1988 was entided Interpersonal Skills for the
Educator. The participant could have taken all five modules or one of the five modules
that were offered in this course. Guest consultants and Staff Development personnel
taught the course. Each module consisted of three classes totaling ten clock hours. The
modules were entitled: "Understanding Myself and Others," "Communication Skills,"
"Stress Management," "Qassroom Management Through Understanding The Child And
Utilizing Appropriate Interaction," and "Dealing With Impossible People (Conflict
Resolution)." Therefore, a principal whose pre-assessment data reflected a deficiency in
the area of communication skills or human relations skills was expected to eiuroll in the
module "Understanding Myself and Others," "Communication Skills" and/or "Conflict
Resolution." The inservice session leaders incorporated many of the effective teaching
practices into the courses. Methods such as lecture, role-playing, simulations, and
cooperative learning groups were employed.
While principals were not required to attend inservice sessions, they were strongly
encouraged by their superordinates and the StaffDevelopment Department to participate.
These course offerings are seen as vehicles for accomplishing gain in post-assessment
scores. The goal of the Leadership Program as well as the stated goal of the local Board
of Education was that the principals increase their performance in the leadership skills;
therefore, provisions were made to facilitate the increase in performance through
professional development training. The number of opportunities to attend such training
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varied from quarter to quarter. A planning unit of the Staff Development Department
sought to involve all administrators in recommending courses or inservice sessions based
on their perceived needs as well as these needs which were identified through the pre¬
assessment data. Throughout the school year, many of the recommended courses were
offered. This study sought to determine if providing professional development training
geared toward specific areas of need fostered growth in the leadership behaviors of
principals.
Principals who demonstrate ineffective behaviors impact their schools negatively.
Literature has shown that strong leadership is a vital factor for school effectiveness. In
rating schools as good or bad based on student achievement, researcher Ronald Edmonds
(1980) noted that there are some bad schools with good principals, but there are no good
schools with bad principals. Strong principals are almost always present in good schools.
Furthermore, Georgiade (1984) described principals as the most significant people
in the educational change process. He also indicated that committed and knowledgeable
principals perform in a manner that builds effective schools.
According to Hersh (1983), principals in effective schools led in curriculum design
and instmction, facilitated order and discipline and expected excellence from teachers and
students. Effective principals also fiequently observed classroom performance to see that
excellence was maintained.
Synthesizing research on effective school leadership, Sweeney (1982) indicated that
much of what the school does to promote achievement is within the principal’s power
to influence or control. He identified six leadership behaviors that effective principals
exhibit: emphasizing achievement, setting instructional strategies, providing an orderly
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atmosphere, evaluating student progress frequently, coordinating instructional programs,
and supporting teachers.
Capturing the essence of leadership for effectiveness and excellence, Persaud
(1987) defined leadership effectiveness as the achievement of a one-to-one
correspondence between actual behavior and intended behavior. That is, in a school
setting the leader’s output behavior should equal the input behavior. Explaining the
concept of leadersh^ behavior further, he delineated high initiation, high alternative
choice techniques in decision making, task structure, maturity of personnel, and time as
factors that can be isolated, prepared for measurable outcomes, and designed to provide
a data-driven alternative-choice technique of leadership.
Many other researchers found similar results. Not only did they determine that the
principal is the key performer within an effective school, but they also expanded the
findings to include specific leadership behaviors which are positively coiuiected with
school outcomes (Van De Water, 1987).
Kidd (1987) addressed both the role importance of key competencies for
administrators as well as the need for staff development activities for principals in his
study. He concluded that the need for staff development activities for principals ranked
lower than the role importance of the competencies measured. The perception of the role
importance of administrators was not paralleled by the importance for continued training.
Statement of Significance
The arena for performance, the expectations upon leadership, and the measures in
place to assess leadership skills are factors that are decidedly different from those faced
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by leaders a decade or two ago. A component of each valid assessment program is
professional development. While preservice training provided an excellent theoretical
and technical basis for effective principals to perform, the constant change in educational
demands presents the need for principals to learn continuously, to improve in skills and
to grow. Professional development training programs are expected to serve as a vehicle
for bridging the gap between preservice knowledge and the changing demands for
effective leadersh^) performance.
Inservice sessions, staff development, conferences, workshops, and/or designated
reading programs are vital dimensions of effective school programs. According to Harris
(1989), these programs are designed to help people grow, learn, improve, think, and do.
The programs are organized efforts to improve the performance of personnel in currently
assigned leadership positions.
Studies of the impact of professional development and on-the-job learning
summarized by Harris (1989) indicate that:
1. People can and will learn on the job (Harris, 1989).
2. People experience satisfaction from learning that is clearly perceived as
appropriate (Harris, 1989).
3. People need feedback on their own behavior to make efficient use of
experience from learning (Tyler, 1985).
4. People need direct intervention in accomplishing some learning outcomes but
not others (Joyce & Showers, 1983).
5. People want to learn some things at some times, imder certain conditions, and
at certain costs but not under just any combination of these (Blessing, 1979).
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6. People are capable of learning anything if the time, conditions, and
motivations or rewards are adequate (Bloom, 1976).
7. People leam best those things they perceive to be meaningful, purposeful, and
satisfying (Luke, 1980).
8. People have developmental as well as situational and personal needs that can
help to provide satisfaction (Maslow, 1971).
9. People must leam in order to survive in the long run, but they do not have to
leam to survive in the short nm; instead, they can cope, resist, or endure.
(Harris, 1989).
10. People leam in active states under conditions of mild arousal, attentiveness,
and even stress (Harris, 1989).
The findings from these studies can be used to substantiate the need for a
professional development component of an assessment program which is designed to
measure leadership behavior. Significant implications for continued professional
development training, selecting, hiring, and transferring practices within the school
district can be revealed through an evaluation process.
Purpose of The Study
The researcher sought to examine the extent to which leadership skills were
improved as a result of professional development training. Further analysis was
performed to determine the relationship between the pre-assessment and post-assessment
results on identified leadersh^ behaviors of elementary and secondary principals. In
examining the behavior of these principals, the researcher sought to determine if
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attending staff development couises designed specifically to treat identified weaknesses
would affect growth in the leadership behaviors of principals.
The intent of all valid leadership assessment programs is to identify strengths and
weaknesses of leaders’ behaviors. This assessment of the leadershq) skills is made in
order to provide a basis for measurable, continuous growth. Positive change in die
effectiveness of leadership skills of principals is a goal of the assessment program.
Those principals performing at each level; excellent, mediocre, and below average are
expected to demonstrate growth in the competencies defined. The basic premise of this
research is that growth in leadership behavior can be measured and that the professional
development training in which the leaders participated positively affected this growth.
Therefore, this study sought to answer the following research questions.
1. Is there a difference in the leadership behaviors of principals as a result of the
professional development training in which they participated?
2. Is there a significant relationship between the leadership behavior ofprincipals
and their tenure in present position?
3. Is there a significant relationship between the leadership behaviors of
principals and their race?
4. What irrqjlications for professional development of principals can be made
based on changes in leadership behaviors that arise from attendance at staff
development training?
5. What implications for selecting, transferring, and/or hiring principals can be




Principals are viewed as the key performers in the process of schooling. Their
responsibilities are very complex and broad in scope. The changing of times present new
and different challenges that suggest an even greater need today than a decade ago for
on-the-job and professional development training equaling such demands. In this
chapter, the researcher presented a rationale for the study of the effects of such training
on leadership behavior as well as research findings and theories to support the rationale.
CHAPTER n
REVIEW OF LITERATURE
Selected research pertinent to the study of the effect of professional development
training upon principal behaviors is presented in this chapter. Two areas of relevancy
are identified: leadership competencies measured by the Profile for Assessment of
Leadership and professional development training for principals.
Leadership Competencies
There are eight competencies of leadership measured by the Profile for
Assessment of Leadership. These competencies were developed on the basis of Effective
Schools Research. In search of excellence by Peters and Waterman (1982) provided the
basic findings for underpinning concepts of the Profile for Assessment of Leadership.
These findings did not ignore the historic studies, but sought to define the research in
behavioral terms. The major focus in the smdy of leadership was upon approaches to
leadership, studies of leadership dimensions, perceptions of persons, perceptions of roles,
teacher maturity, and school effectiveness. The review of literature that follows
discusses those competencies identified in the research which noted that the critical
person in school effectiveness is the principal.
A pioneer in the field of effective school research, Ronald Edmonds (1979), listed
five correlates which characterized effective schools. These correlates included
leadership, instruction, climate, expectations, and evaluation. Expanding upon the
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characteristics identitied, Edmonds and Frederiksen (1979), reported that effective
schools have strong principal leadership.
Concurrent research to school effectiveness was that which addressed the behavior
of the school principal and the effect of this behavior on school outcomes. Clark and
Lotto (1982) in a review of the literature on effective schools, found 53 variables on
effective schools. These variables were grouped under eight general headings with
effective schools showing marked achievement in each area; (a) program leadership and
direction, (b) goals and standards of performance, (c) characteristics of school leaders,
(d) technical tasks of administration, (e) school climate and expectations, (f) acquisition
and allocation of funds and resources, (g) staff and personnel development, and (h)
school and community relations.
Synthesizing data from research studies, Huffine (1984) developed a taxonomy of
behaviors of the effective principal. Using the Social Systems Process Theory of Getzel
and Guba as a rationale for grouping research results into sets on the basis of shared
characteristics, the effective principal was defined as one who creates an environment
conducive to the performance or acts by other individuals in order to accomplish
personal as well as institutional goals.
In an effort to determine competencies critical to the junior high school principal,
Yohn (1985) found that communication, interaction with individuals and groups, strong
leadership, motivation, and the development of an effective discipline program were
rated as having great significance. Proficient human relations ability was identified as
the most critical competency category, followed closely by instructional leadership.
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Surveying California School Superintendents on their perception of the role of
school principals, Roesch’s (1986) research demonstrated that every superintendent
considered skills in human relations, decision making, community relations, and
communication as very important criteria in the selection of princ^al candidates. The
respondents expressed a very high level of performance expectation from school
principals. In addition to the traditional administrative duties, the principals were
expected to motivate staff, discipline students, become experts in instructional leadership
and become involved in the community.
The California Legislature established an Assembly Education Task Force that
identified instruction, management, htunan relations, political/cultural awareness,
leadership, and self-understanding as skills and abilities for effective school leadership.
Bradley (1987) investigated the perception of 101 of 102 public school principals in
Santa Barbara Coimty, California with respect to their level of competence in and the
degree of importance of each of the she criteria of administrative effectiveness and
leadership established by the legislature. She concluded that no significant differences
were found between the principals in their perception of their level of competence in or
degree of in^rtance of the criteria for administrative effectiveness and leadership.
Exploring the importance of the California task force competency selection further,
Bayless (1987) developed a thirty-seven item questionnaire and surveyed 150 elementary
principals across the state of California. The analysis of variance (ANOVA) results on
each of the major competencies indicated that a significant difference existed between
the way the elementary principals perceived the degree of importance, inclusion of the
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competencies in the job description, and the inclusion of the competencies in the
evaluation instrument. It was further found that significant difference existed between
the way urban and suburban elementary principals perceived the importance of the
competencies and the inclusion in the evaluation instrument.
Richmond (1982) repotted that a scientifically selected sample of principals from
six of the largest cities in Ohio indicated that the principles, practices and characteristics
considered most significant by them, the practitioners were school program (curriculum
and instruction), management climate, personnel administration, student afrairs,
professional development, self-improvement, school-community relations, and the school
and the law.
Comparing the relationship between the ideal and real leader behaviors,
Kleinsasseer (1985) collected data from 34 elementary principals and 184 elementary
teachers using the Ideal Form of the Leader Behavior Questionnaire for the dimensions
of Initiating Stracture and Consideration. With the t test, Pearson Correlation and Tukey
test method of multiple comparison as statistical tools, the results indicated that
significant difference existed on the Consideration and Initiating Stmcture dimensions
between principals’ and teachers’ perceptions on the Ideal Leader Behavior. No
significant difference was found on the principals’ ideal and the teachers’ teal
perceptions on either dimension.
Investigating and analyzing the importance of competencies and related skills in
the American Association of School Administrators (AASA) "Guidelines for the
Preparation of School Administrators,” Fluth (1986) made requests of 356 senior high
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school princ4>als who were members of the National Association of Secondary School
Princ4>als national maiketing sample to give their perceptions of the "Guidelines." He
concluded that senior high school principals supported the efficacy of the "Guidelines"
in representing the competencies and related skills applicable to their success. Among
the competencies to which principals from large schools exhibited more favorable
responses were designing, implementing, and evaluating a school staff improvement
program which utilizes mutual staff and student efforts to formulate and to attain school
goals. Other competencies included the following: group process, interpersonal
communication, and motivation skills; conflict mediation and the skills to accept and
cope with inherent controversies; management of change to enhance the mastery of
educational implications; and using clinical supervision as a staff improvement strategy.
In a study of eight successful urban schools, Stallings and Mohlman (1981)
indicated that leadership of the principal was a critical factor in all cases. Principals in
these schools set high expectations, motivated, monitored, planned, and manipulated both
external and internal forces. The effective school administrator provided a good balance
between management and instructional leadership.
Sirotzki (1986) noted that the individual school is increasingly being recognized
as the key unit for education change and the individual principal is recognized as the key
component essential to effective schools. Because decisions made by the school
principal may be crucial to the effectiveness of the school, the principal should
understand decisionmaking and should be able to influence the decision-making process.
Based on this premise, he sought to investigate perceptions of decision making held by
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21 elementary school principals from a suburban Chicago school district. The three
themes of inquiry that were pursued included the following: respondents’ perceived
locations in the social stractures, respondents’ perception of their own decision-making
processes, and respondents’ perceptions of their own decision-making behaviors. The
principals described their role in positive terms only. In their perception, their
decision-making milieu was more closely tied to their own school staffs than to other
principals or superordinates. These principals reported only limited agreement on what
are major and minor decisions. The principals further found it difficult to describe any
decision-making sequence and claimed to have an internalized, indifferentiated,
decision-making process. A range of time, from 1% to 100% was reported as the
amount of time given to making decisions. Curricular decisions were reported as those
of most interest to the principals.
Obtaining data from 20% of Ohio’s public school principals, Huston (1982)
determined from a review of the national literature on the principalship the major
functions included in public school principals’ role and the prevailing concepts regarding
principal evaluation. These purposes were coupled with an effort to determine how
congruent the public school principalshq) in Ohio was with the findings resulting from
the review of the literature. Some of the more significant findings of this study
indicated that the literature placed paramount importance for today’s principals to be
instractional leaders. However, Ohio’s public school principals were found to spend
more time on school management than any other role component. The current trend in
school administrator evaluation was a performance-objective approach based upon a job
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description andmutually-developed job targets. The administrator evaluation procedures
in Ohio’s public school systems followed the design of those emphasized in the
literature. Yet, most of the existing evaluation systems fell far short of containing all of
the recommended practices. When signiricant differences existed, the recommended
administrator practices were usually mote prevalent in school systems with specific
identifiable characteristics. Nearly 13% of Ohio’s public school systems are not in
compliance with state codes involving requirements for principal evaluation.
In an attempt to identify the role of the elementary and secondary school principal,
Ladner (1983) examined the difference in perceptions school administrators had of the
school principals’ role. Four hundred eighty-seven participants firom 14 counties across
the state of Florida responded to the survey. General functions of administration
included on the survey were curriculum development, administrative expertise,
community relations, staff relations, student relations, evaluation, and civic and
professional responsibilities. Self-perceptions ofeach elementary and secondary principal
as well as the district staff personnel rated performance of the principals as consistent
in most administrative functions.
Exploring the long term effects of leadership, Kerr (1986) analyzed data using a
qualitative approach. The results of the study was reported as assertions. He concluded
that long term leaders were perceived to encourage sustained levels of en^loyee
productivity; tended to be proactive; tended to provide stability in the areas of roles,
communication pattern, and interpersonal relationships; and developed new initiatives and
directions.
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Noting that the demands on principal decision-making skills require actions
regarding crucial task assignments and critical areas of need within the school, Feller
(1985) surveyed 36 elementary school principals. One of the questions addressed
concerned reaction to contextual factors, sex, length of time employed by the district,
tenure in present school, size of school, and school calendar and the impact of each on
task priorities. The study found signiricant differences between tenure of the principals
at their current schools and responses to specific task categories and to the total
population. The study confirmed that neither length of time employed by the school
district nor size nor type of school affected principals’ responses to the cmcial task
assignments.
Principal tenure was eliminated for all principals and assistant principals in the
District of Columbia Public School System in April, 1982. Researching the effects of
this decision upon leadership performance, Pinkney-Maynard (1986) found that tenured
principals were rated significantly higher than nontenured principals by teachers in all
categories of evaluation. A t test was used to determine significant differences between
tenured and nontenured principals relative to select demogrtq>hic characteristics including
age, gender, academic level, years of experience, and years in present position. Only the
three demographic variables of age, years of experience, and years in present position
were significant.
The focus of the research presented under leadership competencies was upon
behaviors of the effective principal. The researchers found that human relation skills,
communication skills, decision-making skills, instmctional leadership skills, and conflict
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mediation skills were critical con^tencies for effective principals. They listed the
administration duties of the princq^als in descriptive terms which allowed the principals
actions to the measured. It was the identification of the leadership behaviors as
performance skills that served as a foundation for the development of the Profile for
Assessment of Leadership instrument used in this research.
Professional Development
Inservice training, focused specifically upon the needs ofprincipals identified from
the results of administering the Profile for Assessment of Leadership, is crucial to the
expected improvement in leadeiship behaviors. Professional development plans, staff
development courses, inservice sessions and workshops are provided for principals as
part of a support system for accomplishing the goal of improvement in effective
leadership behaviors.
In their reviews of principal evaluation, McCleary (1979), Zakrajsek (1979), and
Poliakoff (1973), suggested that:
1. The evaluation plans, procedures, and processes do not meet technical
standards of appropriate assessment or do not report validation efforts.
2. Procedures and processes most likely to yield valid evaluation, that is,
multi-instrument assessments, multiple data sources, teacher input, and
multiple raters are least likely to be used.
Procedures and processes most likely to yield valid evaluation, that is, teacher
ratings, especially in context of rating instmctional leadership, are most likely
3.
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to generate antipathy among evaluators and evaluatees.
4. Only limited professional literamre exists on topics related to remediation
plans, linkage to staff development, confronting poorly performing principals,
and rewarding outstanding performance.
5. Very limited professional literature exists describing the competencies of good
principal evaluators and the type of training they should receive.
Crawford (1984) determined that principals perceived that the skills required for
effectiveness in the eighties warranted a need for more professional development,
particularly related to organizational and human relations skills. Surveying two groups of
elementary school principals who participated in the 1983 and 1984 National Association
of Elementary and Secondary School Principals National Fellows Program, Thompson
(1985) stated that principals cited conventions, books, and contact with other colleagues
provided the most frequent source for motivation to undertake the changes or new
initiatives they made to improve in leadership effectiveness.
Burke (1983) sought to describe the professional development activities of a
selected group of effective elementary principals and to relate the pattern of inservice
participation to their perceptions of the needs of their schools, their perceptions of their
own professional development needs and their perception of their role. It was learned
that principals considered formal inservice activities as being very important in the
fulfillment of their role. Principals also stated that they utilized the learning from the
most useful activities which were considered relevant, appropriate, having clear
objectives and were presented with a satisfactory delivery system. There was a
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significant relationship between the principals’ pattern of inservice participation and their
perception of their own professional needs. Additionally, there was a significant
relationship between the principals’ pattern of inservice participation and their
perceptions of the role of the principal. The study also found that these effective
principals valued inservice activities as a vehicle whereby they might fulfill their role as
instructional leaders more adequately.
Establishing the rationale, design, implementation and assessment of a professional
development model for the elementary/middle school staff of a school district, Hanna
(1979) designed a model to provide supportive assistance in preparing personnel for
change. The I/D/E/A (Institute for the Development of Educational Activities) Change
Process for Individually Guided Education (IGE) was an integral part of the model. The
principal’s supervisory process was identified as the practice most helpful in achieving
professional success or satisfaction. The study suggested that professional development
which applies a variety of approaches, strategies and modes is more lUcely to meet staff
needs than that of a singular strategy approach. In this study, each professional
development practice was identified as helpful and recommended continuation or
increased frequency,
Loucks (1987), researched effective staffdevelopment practices and procedures and
investigated (a) the level of agreement between principals and experts as to the necessity
for inclusion of these identified effective practices and procedures in staff development
plans and programs and (b) whether Illinois program developers and principals included
these most effective practices and procedures in their current staff development plans.
22
Analysis of the data from 83 principals and 69 experts led to the conclusion that the
practices and procedures identified in the research proved to be effective. These
identified practices and procedures were, for the most part, incorporated in district level
staff development programs. Illinois principals who were responsible for staff
development plans were aware of the selected, effective practices and procedures
identified in the research.
In an attempt to develop an imderstanding of the principals’ role in the work of
staff development as reported by the principals themselves and to identify those concepts
and relationships that principals use when explaining their roles in staff development
programs of their district, Anderson (1987) carried out a study in four different school
districts. The qualitative description of the principals’ understanding of staff
development, their role in the process, and their perception of strengths and weaknesses
of the model of staff development present in the district showed that the perceived role
they played is affected, at least in part, by the approach that is utilized in the district.
Principals’ perceptions of the priority for staff development programs, responsibility for
program initiation, the relationships between principals in the process, and expectations
for outcomes from staff development programs all varied widely among the four districts.
Duchene (1986) indicated that the purpose of her study was to describe and
analyze the mind-sets of secondary teachers and principals regarding conceptualization,
delivery and responsibility for staff development. Comparison of the two mind-sets was
done by chi square analysis and Spearman iho rank order correlation. The major
findings indicated that both groups had similar beliefs of conceptualization of stafi
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development: it has a triple focus-personal, role and institution; it is a process; and it can
have one or more benefactors. Within the area of delivery, both groups believed that
staff development should be based on needs assessment. Within the area of
responsibility, both groups believed that teachers have the responsibility for life-long
learning and openness to change. Principals rated themselves higher than the teachers
rated the principals on having responsibility for staff development leadership.
The idea of the princ^al being obsessed with learning and modeling learning in
the school setting for the benefit of staff and students appeared to be a new concept that
tmly impacted the group of principals studying at the Texas A&M Academy was
revealed in the study by MacDonald (1986). This exploratory study revealed a rich data
base upon which to build a research agenda focusing on the effectiveness of Principals’
Center activities in meeting the professional growth needs of school principals. The 57
participants appeared to be demographically representative ofTexas principals in general.
They might have differed from the general popxilation of Texas princ^als in that they
demonstrated a predisposition to value their own professional growth and development.
Further, it was concluded that immersion in a well-structured learning experience can
contribute much to keep a principal current in the profession, focus attention on the
quality of individual practice, and provide the principal with a safe environment to apply
quality research and application techniques to the school setting.
Hyland (1985) designed a study to evaluate the effects of I/D/E/A (Institute for the
Development of Educational Activities) Principals’ Inservice Program upon a diocesan
school system through an examination of professional development and school
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improvement efforts of 47 elementary school principals. The findings indicated that the
collegial support group was instrumental in affecting professional growth for the
individual. A significant amount of diversity was evidenced in various aspects of
program implementation, including facilitator effectiveness, use of program materials,
and format for monthly sessions. However, a second assumption, relating program
participation to school improvement, was not fully supported. Conclusions included the
fact that administrators do need professional growth opportunities, and do favor a
collaborative effort in the design and selection of inservice offerings; the collegial
support group of peers can serve as a valuable resource for building administrators;
group composition and type of activity can impact interaction and productivity; and a
productive collegial group setting can enhance a participant’s professional development
and, ultimately, can affect the school.
Summary
The concerns of principals today emanate from an array of forces unparalleled in
educational history such as technological advances, a knowledge explosion, declining
enrollments, staff reductions, tighter budgets, and increased parent and teachermilitancy.
Because of the complexity of the principal’s job, the researchers in this chapter, placed
less emphasis on personal traits such as enthusiasm and vision and more emphasis on
performance. The performance characteristics of effective prinicipals which were keyed
to the leadership competencies and professional development literature were well-
documented in the research. From these studies, it can be concluded: (a) that the
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leadership behaviors of the principals impact goal accomplishment within the schools,
(b) that effective schools have strong principal leadership, (c) that effective principals
strongly influence the schools’ climate and academic performance, (d) that the most
critical competencies for principals’ leadership behaviors were human relations skills,
decision-making skills, instructional leadership skills, management skills, and conflict
mediation skills, (e) that the principal is the critical factor, or key component in the
schooling process, and (f) that the need for more opportunities for principals to grow
professionally is very important in the fulfillment of the role. Therefore, with the
challenge ofmeeting unprecedented pressiures, on-the-job training for principals takes on
added significance (Click, 1985).
The skills brought to the principalship must continue to be refined, expanded, and
continuously updated. The selected research in this chapter sought to verify the concept
that life-long learning of techniques and implementation n^thods for specifically defined
competencies should be supported through professional development.
CHAPTER in
THEORETICAL FRAMEWORK
A delineation of eight competencies and 92 descriptors for desired performance by
each principal is presented in the Profile for Assessment of Leadership instrument. The
competencies are reflective of the philosophy that the school system holds for
administrators. The Local Board of Education projects the philosophy that administrative
competence and productivity appear to occur when an honest open approach to
accomplishing tasks is balanced with a genuine concern for the people with whom one
works.
Gersten, Camine, and Cronin (1982) stated that conditions for efficacy and
efficiency depend on leadership. School leadership is not a mystical attribute, but a set
of leadership attitudes, activities, and behaviors which inspire others to effective group
efforts. Wisdom, maturity, initiative, self-reliance, quality of skills, and excellence in
performance are desired outcomes of all leaders in school systems. The competencies
set forth are designed to give meaning to the activities, attimdes, and behaviors to be
expressed in effective leadership.
While one does not automatically practice what is learned, the intent of all staff
development and improvement plans suggests that participation in learning and training
activities should enhance leadership effectiveness. Congruence between philosophy,
research, knowledge, and behaviors observed in the daily actions of principals is the goal
of leadership training. Inservice training focused specifically upon defined domains of
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behavior can provide concrete tools for implementation.
Therefore, this study examined leadership behaviors and the effect of professional
development upon changes in principal behaviors. Staff development programs in the
school system where this research was done, were organued around the competencies
on the Profile for Assessment of Leadership. Principals were requested to attend
workshops targeting their deficient areas as identified by the pre-assessment scores on
the leadership instrument. For example, one principal was asked to attend a workshop
designed to address human relations skills because the percentage score on his or her
profile indicated this to be a deficient leadership skill. The inservice sessions to address
human relations skills were designed so that the participants reviewed basic concepts and
skills of inteipersonal relationships. The principles of the course included practices
which foster positive relationships, techniques of active listening skills, and conflict
resolution. The workshops were held over three class sessions, ten clock hoirrs. A
multi-media approach coupled with effective teaching practices of lecture, role-playing,
and simulation were used. Those principals attending the workshop were expected to
practice the skills learned upon returning to their schools.
This study monitored the principals after the first administration of the Profile for
Assessment of Leadership Program instrument which identified the deficient leadership
skills through the professional development workshops they attended to determine if
improved leadership behaviors resulted from participation in the workshops. This study
further sought to determine if the differences in principal behaviors on post-assessment
scores may have been impacted by professional development training. An analysis was
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also made of the relationship between gain scores in leadership behaviors and the length
of tenure of the principals, the race of the principals and the principals’ perception of the
usefulness of the workshops. Figure 1 demonstrates relationships among variables.
Definition of Terms
The following terms were used in this research. They were defined to clarify their use
throughout the research and to explain their use on the Profile for Assessment of
Leadership instrument.
1. PAL: the Profile for Assessment of Leadership Instrument developed by a large
suburban school system in southeast Georgia to assess leadership behaviors of
administrators.
2. Competency: a leadership skill, desired or expected behavior, or the eight
identified leadership behaviors.
3. Leadership Behaviors: the actions of principals, the way in which one supervises,
facilitates, and leads to cause goals and objectives to be accomplished. These
behaviors are defined in this research in terms of the following competencies on
the Profile for Assessment of Leadership.
a. Human Relations Skills: Competency I - The Educational Leader
Demonstrates Skill In Relating to Others. The ability to promote positive
relationships between and among students, teachers, staff, parents, and
administrators. These factors include respect for others, ability to manage






Figure 1: Relationship among Variables
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b. Effective Communication Skills: Competency II - The Educational Leader
Demonstrates Effective Communication Skills. The ^ility to use effective
personal communication skills, organize and implement an effective
communication system, and demonstrate enthusiasm through verbal and
nonverbal communication.
c. Decision Making: Competency m - The Educational Leader Demonstrates
Skill in Making Decisions. The employment of a system for decision
making which will demonstrate the willingness to make decisions and to
assure that sound decisions are made.
d. Planning and Organizing: Competency IV - The Educational
Leader Demonstrates Planning and Organizational Skills. Providing
for the organization of materials and equipment, maintenance of
facilities, plaiuiing events, and organizing schedules to avoid
unexpected interruptions of instruction tasks, and making personnel
assignments reassignments which strengthens and minimizes
weaknesses of personnel involved.
e. Evaluation: Competency V - The Educational Leader Demonstrates
Skills in Supervision and Evaluation. The ability to follow a plan
of supervision, provide support to staff members, evaluate
personnel, and evaluate programs.f.Professional Improvement: Competency VI - The Educational
Leader Improves Professionally and Provides the Staff With
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Opportunities for Professional Improvement. Those staff
development activities directly related to meeting identified needs
from the results of the Profile for Assessment of Leadership
Program. Participation in staff development and/or educational
conferences, inservices or workshops. Sharing, discussing, and
providing staff or other associates with research-related literature
while encouraging professional improvement for staff.
g. Time-on-Task: Competency Vn - The Educational Leader Demonstrates Skill
in Protecting the Time-on-Task for the Teacher and the Student.
Communicating to the staff that all decisions are based on protecting time-on-
task for the teacher and the student. Monitoring functions or duties of the
staff to ensure consistency in protecting the time-on-task for teachers and the
students.
h. High Expectation: Con^tency Vin - The Educational Leader Has High
Expectations of Staff Members and Students. Making equitable work
assigmnents, identifying performance which is below expectations, providing
individual or group support for those performing below expectations,
performing at a high level which demonstrates high expectations for self,
rewarding staff members for performing at a high level which meets high
expectation, and communicating to the staff and students the importance of
holding high expectations.
4. Race: Ethnicity of the principal.
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5. Tenure in Present Position: The length of time that the principal has been a
principal in the school system.
6. Perception of usefulness of workshop: The principals’ views of whether the
objectives of the workshops (a) were related to their job settings, (b) provided
them with information that met their identified needs, and (c) served as a vehicle
for incentive to alter their leadersh^ behaviors in more positive directions.
7. Professional Development Training: Workshops designed specifically to address
the eight competencies on the Profile for Assessment of Leadership. These
inservices are based upon the identified weaknesses from the results of the
assessment and planned and conducted by the Staff Development Department of
the school system. The immediate supervisor of the principals encourage them to
attend the competency workshop that address their area of deficiency. This
training was measured in terms of the attendance of principals at the workshops.
Theory
In order to accept the challenge of translating research into practice and clarify any
ambiguity in the role of principals, four theories are proposed in this research. Theory
I states that there is a direct correlation between effective leadership behaviors and each
of the variables: human relations skills, communication skills, decision making, planning
and organizing, evaluation, time-on-task, and high expectations. Theory n states that
changes in leadership behavior is more positively related to professional development
training than to years of experience in the leadership role. Theory HI states that the
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factors which attribute to effective leadership behavior ate personal qualities which can
be enhanced through a well-defined assessment program and plans of action for
improvement and that, over time, these factors relate directly to effectiveness in
leadership behaviors. Theory IV states that the ^dings established in this research can







There is no statistically significant difference between the gain scores
in leadershq) behaviors of principals who took the professional
development training workshops and those who did not.
There is no statistically significant difference between pre-assessment
scores of principals on the leadership instrument and their
post-assessment scores.
There is no statistically significant relationship between changes in
leadership behaviors of principals and their tenure in present position.
There is no statistically significant difierence between the two racial
groups of principals in terms of changes in their leadership behaviors
based upon post-assessment gain scores.
There is no statistically significant relationship between perceived
usefulness of professional development workshops by principals and
changes in their leadership behaviors.
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Limitations
Because this study did not address incremental growth patterns, thereby, allowing
for identification of rate of change, the study is limited. There are limitations in this
study, also, because mobility of students, faculties, and leaders is not addressed through
the Profile for Assessment of Leadership Program. The involvement of subordinate
teachers in the assessment process could be viewed as a limitation. Tarmenbaum,
Weschler, and Massarik (1961) suggested that those factors influencing subordinate
beliefs, their individual characteristics, and patterns of behavior as well as subordinates’
attimdes toward work or assigned tasks could limit their objectivity in scoring an
instrument which measures leadersh^ effectiveness. However, the Profile for
Assessment of Leadership Program is designed so that the markings indicate whether the
behaviors were observed or not observed. This type marking lends itself to less
subjectivity based upon personal beliefs and opinions of the princ^als’ staff. The staff
need only to choose whether they have seen principals perform the competencies. A
further limitation may be found in the size of the sample. Only those principals with
matched scores were studied. This represents 33% of the total population. There are
100 principals in the school system.
Summary
Although O’Rourke (1985) designed a study to validate the Profile for Assessment
of Leadership Instrument, assessing performance growth in leadership behaviors has not
been addressed for this specific program. The study will be beneficial to the school
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system in that it addresses one of the basic goals of the Profile for Assessment of
Leadershq) Program. That goal is the improvement in leadership behaviors of the
principals through staff development. While other research, validity tests and forms of
documentation have been performed on the instrument used in this study, no attempt has
been made to correlate assessment results on the basis of the intervention professional
development training.
CHAPTER rV
RESEARCH DESIGN AND METHODOLOGY
Population
The school system in which the research was conducted is in the process of
reorganizing the stractuie from elementary schools and secondary schools toward
elementary (K-6), jiuiior high (7-9) and senior high (10-12). To date, there are 73
elementary schools, five junior high schools serving a variation of grades seven through
nine, and 20 senior high schools to include alternative learning centers. At the beginning
of the data collection, there were 75 elementary schools and 25 senior high schools to
include alternative learning centers.
Subjects
Thirty-three of the 100 principals from the elementary, junior high, and senior high
schools were the subjects of the study. They were selected on the basis of the
availability of pre-assessment and post-assessment data. An explanation for studying
only one-third of the population lies in the fact that the school system did not administer
the post-assessment to all principals each year. Therefore, in the three year period of this
study, normal attrition factors such as retirement, promotions and transfers to other
school systems, along with the fact that all principals were not evaluated yearly, made
it difficult to match a larger population.
The racial makeup of the school system is approximately 50% black and 50%
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white and/or others. The local School Board of Education has been directed by the
federal courts to have the certified staff reflect a percentage ratio of 30% black to 70%
white. In this study, 14 of the 33 principals were black and 19 were white.
Instruments
The Profile for Assessment of Leadership (PAL) instrument as described by Tucker
and Bray (1986) contains three important elements that most leadership assessment
programs fail to include: (a) the assessment instrument contains generic leadership
competencies; (b) the assessment is low inference because assessors respond to
categories matched to the concepts of observed or not observed to 99 behaviors; and (c)
the assessment profile is on data collected not only from a subordinate, but also
from self assessment. These subordinates, the educational leaders’ stafi, have die
greatest oppoitunity to observe the leader’s behavior. The superordinates use the
assessment data gathered from both the subordinate and self assessment to evaluate the
principals as well as prepare a plan for remediation. Self-assessment scores are primarily
used as comparative scores. When discrepancies occur between the self perception of
principals and scores from their staffs, the principals are strongly encouraged to
participate in staff development training and learn to demonstrate their leadership
behaviors in an observable mode. It is the position of the Superintendent and local
Board of Education in this school system that the competencies must be observed by at
least 85% of the leaders’ faculty and staff in order for them to be considered effective.
The superordinates function primarily as an interpreter of the scores gathered from the
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staff. It is the superordinate’s responsibility to assist the principal, through the use of
the data that has been gathered, in determining whether or not the expected leadership
behaviors were perfoimed in an observable mode.
The instrument was developed over a three-year period, 1980-1983. Eighty-eight
of the 93 behaviors were gathered from more than 10,000 principal behaviors identified
by Project ROME (Ellett, 1978) and from documents by Tucker and Bray (1986). The
additional behaviors were gathered from Effective Schools Research. A second survey
was sent to 2,000 educators over the state of Georgia to determine which of 400 items
were appropriate descriptor behaviors of effective leadership. Following the 1983
survey, 15 principals were the subjects of the field test instrument and the results of the
pilot were used to make the final revision.
The program employs a process for implementation that reflects the clinical
supervision model designed by Cogan (1973) and Goldhammer (1969). Both authors
described the operational procedures of clinical supervision as a cycle that emphasizes
the ongoing involvement of the process (Garman, 1982). Involving subjects in
orientation sessions, pre-conference activities, post-observational conferences, and plans
for improvement activities provided the format for clinical supervision. This constant
involvement should serve to keep all personnel interacting toward the goal of enhanced,
observable performance. Figure 2 represents a model of the Leadersh^) Assessment
Program employed in this study.
The Profile for Assessment of Leadership Program models a process of providing
orientation for all administrators as well as for all other employees. The purpose of
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Figure 2: A Model of a Leadership Assessment Program
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providing orientation for all employees is to make them knowledgeable of the
competencies that they are expected to observe in their building administrators. Each
administrator and superordinate meet in a pre-conference to set goals for the year and
to discuss procedures of evaluation. The administrator is then expected to demonstrate
the eight competencies according to the goals set.
Both a systemwide and an individual profile are developed after the instrument is
scored. An interpretation of the profiles is provided to each administrator. When the
administrator has achieved all goals for the year, enrichment and enhancement activities
are designed. However, when goals are not achieved, a plan for remediation is written
which includes staff development opportunities.
The Profile for Assessment of Leadership Program includes an instrument designed
to gather quantifiable data from eight generic competencies. These competencies are:






The Educational Leader Demonstrates Effective Communication
Skills.
The Educational Leader Demonstrates Skill inMaking Decisions.
The Educational Leader Demonstrates Planning and
Organizational Skills.
The Educational Leader Demonstrates Skills in Supervision and
Evaluation.
Competency VI The Educational Leader Improves Professionally and Provides the
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Staff with Opportunities for Professional Improvement.
Competency Vn - The Educational Leader Demonstrates Skill in Protecting the
Time On Task for the Teacher and the Student.
Competency VIH- The Educational Leader Has High Expectations ofStaffMembers
and Students.
Each competency has indicators and descrq}tors which render more specific
explanations of the broad statements. The descriptors are measures of the quality of the
leader’s performance relative to each indicator. For example, Competency I is divided
into four indicators:
I-A Demonstrates behavior which promotes positive relationships
I-B Respects opinions of others
I-C Demonstrates ability to manage conflicts
I-D Maintains integrity
The descriptors which are used to define the behaviors more clearly are represented
by the examples for Competency I as :
1. Gives recognition and praise to staff, colleagues, students, and members of
the community.
2. Demonstrates courtesy to staff, colleagues, students, and members of the
community.




The complete instrument is listed in Appendix A.
Professional development sessions are available to all leaders in the school system
depending on the results received from the assessment. These results serve as the needs
assessment guide for determining which staff development courses should be provided.
Courses, workshops or inservice sessions ate provided in some variation each quarter
with the intent of meeting the identifred needs of the leaders.
A staff development evaluation instrument, provided by the Georgia Department
of Education, is used to assess the process of the staff development activities by allowing
participants to check whether they (a) strongly agree, (b) agree, (c) are undecided, (d)
disagree, or (e) strongly disagree with each of the statements:
1. The activity objectives were related to my educational concern.
2. The activity objectives were related to practical application in my specific job
setting.
3. The activity had some outstanding components which were unique or
innovative.
4. Presentations were well organized.
5. The program schedule was well adeq>ted to my educational needs.
6. Meeting facilities were suitable.
7. The strategies utilized, including instructional resources, were appropriate for
meeting the stated objectives.
8. Overall, personnel conducting the activity exhibited the qualities essential to
the success of the workshop (consider creativity, specialized knowledge, and
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communication skills).
9. Overall, the activity was a successful training experience.
10. Adequate provisions were made for me to provide feedback to the personnel
conducting the workshop.
11. Adequate provisions were made for me to identify needs which were not
previously identified.
12. As a result of this staff development activity, I will alter my educational
behavior in a more positive direction in my specific job setting.
The results of the staff development session evaluation are represented in
percentages, based on a five-point scale, and used as feedback for further staff
development sessions.
Data Collection
Two trained data collectors from the school system’s Research Department or from
another local school administered the Profile for Assessment of Leadership instrament.
The purpose for using data collectors that were not a part of the leaders’ staff was to set
the stage for impartiality and honesty. Having outside assessors perform the data
collection was an open statement to the staff that the scores they assigned to the
instrument were kept confidential and were not shared with anyone in their building.
The data were collected and returned to the Research Department for interpretation and
percentages were assigned as scores on each competency. The staff members,
anonymously, recorded on a separate answer sheet their responses on a continuum of 1
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through 4 which were ranked as observed or not observed. A copy of the answer sheet
is placed in Appendix B. The Department of Information System Planning Auditing and
Control (DISPAC) processed the answer sheets. The data for this study was provided
through the Research Department. A number was assigned to each principal and pre¬
assessment data from 1986 as well as post-assessment data from 1989 for the same
principals were provided.
The data from the professional development training sessions were retrieved from
the Staff Development Department of this School System. The courses in which die
leaders participated were listed and the niunber of courses attended were recorded.
Perceived usefulness of the professional development training was gathered from the staff
development evaluation forms. An evaluation form is in Appendix C. The data which
designated the race of the principals and their tenure in present position were provided
by the Research Department.
Research Design
The basic design utilized in this study involved the following aspects:
1. Collecting data from the pre-assessment scores and post-assessment scores of
each principal.
2. Testing with an analysis of variance (ANOVA) for gain scores in leadership
behaviors based on the professional development training sessions attended.
3. Correlating the change in leadership behaviors and tenure in present position.
Testing for differences between racial groups of principals in terms of4.
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improvement in their leadership behaviors.
5. Correlating the change in leadership behaviors and perception of principals
as to the usefulness of professional development training.
SummarY
The operational plan for this dissertation has been described in this chapter. An
explanation has been given for the population, subjects, instruments, data collection, and
research design.
CHAPTER V
PRESENTATION AND ANALYSES OF DATA
This study investigated the scores of principals on a leadership assessment
instrument to determine if professional development training based on pre-assessment
data contributed to the gain scores on the post-assessment. The subjects of the study
included 33 principals from a large suburban school district. The professional
development training was based on a needs assessment which was gathered from the
pre-assessment results. Principals were encouraged by their superordinates to attend the
mservice sessions. Tenure in present position of principals was studied to determine if
length of time on the job affected the gain scores of these principals. An analysis of
statistical findings was made to determine if the two racial groups, black and white,
demonstrated a significant difference on the gain scores. The data were statistically
analyzed to test the hypotheses presented in this study. This chapter will discuss the
statistical findings.
The statistical procedures apphtd were the t test, analysis of variance and Pearson
correlation coefficient. The most commonly used inferential statistical tools were
employed in this study. The t test which is used to determine a significant difference
between the means differences of two groups was applied for finding significant
difierences between the pre-assessment and post-assessment scores. The analysis of
variance (ANOVA) which is used to determine if there is a significant difference among
the means of three ormore groups was applied when finding the difference between gain
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scores and professional development training. The analysis of variance was also used
for finding the relationship between the gain scores and tenure in present position as well
as race of the principals. The Pearson correlation coefficient, r, was used to find a
significant relationship between gain scores from the results on the leadership instrument
and preceived usefulness of the professional development training session which the
principals attended. The Pearson r is an appropriate statistical tool to use when both
variables to be correlated are expressed as ratio data or interval data and is, therefore,
more precise with a small number of subjects (Gay, 1976). The data collected for this
study were analyzed according to each hypothesis. The findings are presented as
follows.
Hypothesis 1
There is no statistically significant difference between the gain scores in leadership
behaviors of principals who took the professional development training and those
who did not.
The results of the data for this hypothesis are presented in table one.
From the table it can be established that there is no significant difference on the skill
dimensions among the principals who took the professional development training and
those who did not. Therefore, the null hypothesis is accepted and the conclusion was
that the performance of principals on the post-assessment was not directly reflective of
the professional development training in which they participated. A one-way analysis






















HUM 1.21 12 1.56 21 1.00 2.598 .033 .857
COM 3.97 11 5.09 22 3.41 20.742 .406 .528
DMK 8.27 16 6.38 17 10.06 111.854 .938 .343
ORG 7.50 10 7.70 23 7.41 .582 .006 .940
SUP 6.48 17 5.35 16 7.69 44.923 .375 .545
PRO 6.12 31 5.87 2 10.00 32.031 .122 .730
TIM 1.42 9 3.33 24 .71 45.102 .267 .609
HGH -1.66 11 -.73 21 -2.14 14.466 . 140 .711
LEGEND
Skill • Leadership Skills
COM <■ Conmtmication Skill
ORG ■■ Organization Skill
PRO • Professional Improvement
HGH ■ High Expectations
Not TRG « Not Received Training
HUM » Hviman Relations Skill
DMK « Decision Making Skill
SUP ■ Supervision Skill '
TIM » Time - On - Task
TRG > Received Training
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training, those principals not receiving training, and gain scores from the pre-assessment
and the post-assessment results. The raw scores were used in the statistical analysis and
a significance level of .05 was selected. The results showed that no significant
difference existed between those principals who received professional development
training and those principals who did not receive professional development training in
relations to the change in skills. The F values, when interpreted for significance (d^
1/31, p<.05), failed to reach significance.
While the principals were encouraged to participate in professional development
training, they were not required. A goal of all staff development training is to promote
changes in behavior of on-the-job participants. The training these principals received
was directly matched to the pre-assessment results and sought to provide both content
and methodology that would foster growth in the skills, which matched the instrument,
of the principals. The data listed under trained and not trained indicate that workshops
were chosen on the basis of need by the principals, therefore, none of the workshops
were attended by all 33 principals. Any attendance at a workshop could have been
viewed as meeting the professional improvement need. This fact could account for 31
of the 33 principals who were noted as involved in professional improvement fulfilling
competency six. Further, all administrators are required to attend the summer seminars
which can be interpreted as professional improvement. In this study, the summer
seminars were not considered as professional development training because they were
not designed to address specific individual needs of principals on the basis of their
pre-assessment scores. Acceptance of this null h3q}othesis strongly supports the postulate
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that to obtain knowledge is not congruent with effective performance. These findings
may appear to be in conflict with the findings of Burke (1983) who determined that
effective principals valued inservice activities as a vehicle whereby they might fulfill
their role more adequately. However, Burice’s study revealed that principals selected the
components of the activities that they considered useful on the basis of relevancy,
appropriateness, and personal satisfaction with the delivery system of the activity as
support for implementing segments of inservice activities. Therefore, the actual impact
of the staff development courses was not measured. It seemed acceptable to the
principals in his study to continue a practice suggested through the inservice activities
or to implement new practices and attribute them to lessons learned in the staff
development activities.
Many factors which contribute to principals leadership behaviors are
interwoven with other essential functions that are difficult, if not impossible, to address
in a prescribed staff development workshop. Thus, providing a series ofworkshops with
continuity of topics, interrelated concepts, practical processes, and on-site demonstration
of leadership skills should be considered a necessary component of a Leadership
Program. Perhaps, the principal leadership centers that are being established will model
a professional development training process that will affect a significant difference in
leadership behaviors.
Hypothesis 2
There is no statistically significant difference between pre-assessment scores of
principals on the leadership instrument and their post-assessment scores.
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A t test was used to test this hypothesis and is presented in table two. The data
do not support the null hypothesis. Therefore, the null hypothesis is rejected. The t test
was used in this data analysis because a paired t is appropriate for situations in which
each score in the first group is logically tied to a specific score in the second group
because it is obtained from the same person (Ferguson, 1981). As indicated by the data,
five of the eight competencies, communication skills, decision-making skills,
organizational skills, supervision and evaluation skills, and professional improvement
skills showed statistically significant differences between the pre-assessment mean scores
and the post-assessment mean scores at the selected level of .05. To determine the
statistical significance for this sample of 33 subjects (df= 1/31) at the .05 level (p < .05),
a critical T value of 2.042 was acceptable. (Ferguson, 1981). It should be noted that the
total group of principals was included in this analysis without respect to whether they
had taken the workshops or not.
One may determine that factors other than professional development training
contributed to the significant gain in the post-assessment scores. The fact that the
principals had seen the instmment and were aware of expected performance could,
perhaps, foster an increase in scores on these skills. Gay (1976) supported this
conjecture when he stressed that on a one-group pretest-posttest design, if subjects
perform significantly better on the posttest, it cannot be assumed that the improvement
is due to the treatment. He further stated that testing and instrumentation are not
controlled. The subjects, principals, may have learned what skills to demonstrate from

















HUR 82.3636 83.5758 1.2121 8.742 « CD o .432
COM 85.6364 89.6061 3.9697 7.078 3.22 .003*
DMK 74.8485 82.8121 7.9697 11.168 4.10 .000*
ORG 78.4063 85.9063 7.5000 9.890 4.29 .000*
SUP 74.9697 81.4545 6.4848 10.831 3.44 .002*
PRO 71.6364 77.8485 6.2121 15.958 2.24 .032*
TIM 77.0909 78.8182 1.7272 12.809 .77 .444
HGH 78.2500 76.9063 -1.3438 9.875 .77 .447
SJclll - L«adttr8tilp Skills HUM * Hiiman Relations Skill
COM * Cosuounication Skill DMK - Decision Making Skill
ORG ■■ Organization Skill SUP « Supervision Skill
PRO ■ Professional Ingsrovement TIM - Time - On - Task
HGH «■ High Expectations
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competencies, thereby showing significant gains on the second assessment. Although the
data for the assessments on these subjects were gathered from subordinates, they were
scored on the basis of observations which were made of the principals’ actions.
Therefore, since the principals had knowledge of how they were perceived by their staffs
from the pre-assessment scores, they could rectify the perception with actions that more
closely mirrored the desired actions prescribed within the instrument. It should be
recognized that the professional astuteness of principals would incite them toward the
demonstration of leadership behaviors that were expected, once their profile scores
identified deficiencies. When the leaders were made to realize that the staff did not
consider their leadership behaviors effective, it is reasonable to expect that the principals
attempted to improve their performance thereby effecting a positive gain in post¬
assessment scores. Preservice training, professional integrity, and the possibility of
demotion could also motivate leaders to perform more effectively.
Hypothesis 3
There is no statistically significant relationship between changes in the leadership
behaviors of principals and their tenure in present position.
The tenure in present position is divided, in table three, between those who had
been principals for less than eight years and those who had been principals for more than
eight years. The division was made for less than eight years and more than eight years
because the cell size of the data would have been too small for a statistical treatment if
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HUM/TEN 4.50 -1.21 262.857 3.733 .063
COM/TEN 6.14 2.37 114.834 2.392 .132
DKM/TEN 9.86 7.11 61.042 .500 .485
ORG/TEN 9.23 9.32 65.587 .663 .422
SUP/TEN 7.21 5.95 12.938 .107 .746
PRO/TEN 2.79 8.58 270.526 1.057 .312
TIM/TEN 3.21 .11 77.914 .464 .501
HGH/TEN -.46 -2.47 31.251 .304 .'585
Skill • Laadership Skills
COM • Comniunicatlon Skill
ORG * Organization Skill
PRO > Profaasional Improvament
H6H > High Expactations
HUM « Hunan Ralationa Skill
OMK - Dacision Making Skill
SUP > Supazvision Skill
TIM - Tima - On - Taak
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statistically significant difference at the selected level (p < .05) was found in the change
in leadership behaviors of the principals based upon tenure; therefore, this null
hypothesis was accepted. Analysis of variance was used to determine whether the
between group variance differed firom the within groups (error) variance by more than
what would be expected by chance. The calculated value of F was substantially below
the table value, thus a significant F ratio does not result (df=l/31, F=4.17). There were
14 administrators with less than eight years of experience and 19 with more than eight
years of experience.
Because matched scores for this study were over a three-year period, principals
were able to develop effective skills thereby gaining in post-assessment scores. When
one enters any profession, new or veteran with a clear job description and expectations
communicated to him or her, the values of the professional will cause the person to move
toward the expectations. Stephens (1986) found that effective principals were only
slightly more experienced than ineffective principals. However, he indicated that the
extent to which the principals valued their work was a stronger indication of
effectiveness. In a school system with an overwhelming number of trained professionals
prepared for the princ4>alship, new or veteran principals would be wise to value their
jobs, thereby performing, growing, and demonstrating the expected qualities at all times.
The competition factor alone can incite action toward goal accomplishment and
demonstrated growth in leadership performance.
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Hypothesis 4
There is no statistically significant difference between the two racial groups of
principals in terms of changes in leadership behaviors based upon
post-assessment gain scores.
The data examined through an analysis of variance for this hypothesis are
presented in table four. The results indicate that the null hypothesis should be accepted,
(df=l/31, p < .05). Although the difference on the decision-making skill by race is
significant, generally, both racial groups performed in the same way on the assessments.
The results showed significant difference between the two racial groups on the decision¬
making skills assessment. The mean score of black principals was significantly higher
than that of white principals.
The school system in which this study was conducted screens the principals very
rigorously before promoting them. Therefore, most principals had very similar
credentials, prior experiences, and previous success performances. This screening factor,
perh^s, contributed to the fact that racial differences did not present statistically
significant differences for seven of the skills when paired with the changes in leadership
behaviors.
In the case of gain scores on decision-making skills, the mean score of black
principals was significantly higher than that of white principals. One black principal
suggested that the racial percentage of his staff caused him to employ Fielder’s
situational leadership theory (Fielder, 1967). In as much as the principal is not in control
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TABLE 4
PRB'ASSBSSMENT/FOST'ASSESSMENTS COMPARED TO RACE
ANALYSIS OF VARIANCE
BLACK N - 14









HUM/RACE 3.50 - .47 127.278 1.702 .202
COM/RACE 6.07 2.42 107.410 2.226 .146
DMK/RACE 12.71 5.00 479.688 4.414 .044*
ORG/RACE 9.57 5.89 106.794 1.095 .304
SUP/RACE 9.14 4.53 171.791 1.487 .232
FRO/RACE 7.43 5.16 41.560 .158 .694
TIM/RACE 5.07 -1.26 323.448 2.022 .165
HGH/RACE 1.64 -4.22 270.893 2.859 .101
^Significant at .05 (p < .05)
SKill a Leadership Shills
COM ■» Communication Skill
ORG ■ Organization Skill
PRO >■ Professional la^rovement
HGH * High Expectations
HUM » Human Relations Skill
OMK B Decision Making Skill
SUP • Supervision Skill
TIM » Time - On - Task
TRG * Received Training
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of the many variables in a school, it becomes necessary for black principals, with a 70%
white staff, to make compromises, to discuss openly issues with key communicators, and
to allow for participation in decision making. Because the two institutions, school and
society, are related, the principals’ roles are deBned through the process of socialization.
Therefore, white principals are allowed more latitude by a majority white faculty for
independent decisions. Thus the staffs, who scored the assessment instruments, viewed
their black leaders as performing the actions described in the instrument more often than
the white principals. These findings suggested that socialization influences ethnic groups
differently and impacts their decision-making leadership skills.
Hypothesis 5
There is no statistically significant relationshq) between perceived usefulness of
professional development workshops by principals and change in their leadership
behaviors.
Because the data to be correlated were linear, analysis was made using the Pearson r.
The Pearson product moment correlation coefficient is used to measure the degree of
relationship between the two variables, perceived usefulness of the professional
development training and the gain scores from the post-assessment in the principals’
leadership behaviors. Pearson r provides an index for indicating relationship with the sign
of coefficient indicating the direction of the relationship and the difference between the
coefficient and zero indicating the degree of the relationship (Durr, 1986). As seen in
table five, no statistically significant relationship exists at the selected level (p < .05)
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TABLE 5
PBAXSOH COIWBLATION COEfTXCIEMT BETWEEN THE CHANGE IN EACH
SKILL AND THE PERCEIVED USEFULNESS OP TRAINING
SKILL Trained r P
HUMAN RELATIONS 12 -.4482 .144
COIMUNICATIONS 11 -.0588 .864
DECISION MAKING 16 -.1912 .478
ORGANIZATION 10 .0294 .936
SUPERVISION 17 .2677 .299
PROF. IMPROVE. 31 .1160 .534
TIME-ON-TASK 9 -.1353 .728
HIGH EXPECTATIONS 11 -.1181 .730
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between perceived usefulness of professional development workshops by principals and
the change in gain scores on their leadership behaviors. Therefore, this null hypothesis
is accepted.
Analyzing table flve in more depth, one can conclude that the small number of
participants did not allow for the data collected to disperse over the scale of five points
that were assigned. The range of raw data scores for perceived usefulness was from 3.8
to 5.0 with 30 of the 33 scores above 3.8. This cluster arrangement of scores matched
to the changes did not reflect a statistically significant relationship.
Summary
In this chapter, the data analysis has consistently shown that the gain in scores
derived firom analyzing the pre-assessment and post-assessment scores of the leadership
behaviors of the principals was not due to the treatments applied in this smdy.
CHAPTER VI
CONCLUSIONS AND RECOMMENDATIONS
When a school system en^loys a program to determine the effectiveness of
principals, it builds into the process a remediation plan which provides the necessary
support to cause the principal to perform at an expected level of effectiveness. Within
the process of evaluation, professional development training is always a recommended
component. The intent of all staff development training is to promote growth in
on-the-job performance. Therefore, this research investigated the effects of professional
development training upon the post-assessment scores of 33 of the 100 principals in a
large suburban school district.
The researcher sought to examine the concerns ofwhether external factors actually
effect change in the behaviors of leaders, or whether effective leadership can be explained
as the esults of intemai values, belief systems, ability to visualize purposes, and personal
characteristics which can only be enhanced with management training. The ProfQe for
Assessment of Leadership Program appeared to have been designed to address this
concern. Within this program, an instrument was developed to communicate the
expectations for leadership behaviors of the local Board of Education. The competencies
on the instrument were interwoven to assess both leadership and management skills.
Therefore, pre-assessment and post-assessment data were examined to deteimine if 33 of
the 100 principals in this school system demonstrated gain scores and hypotheses were
stated as to causes for the gain.
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The assessment instrumentwas administered by trained data collectors. These data
collectors met with the staff of the school, explained the process for scoring the
instrument and provided the staff time to score the items with the principals absent from
the scoring sessions. The score sheets from the instruments were then processed at the
system’s Research Department. The results of each individual principal’s scores and an
interpretation of the scores were given to principals by their area superintendents. Plans
for remediation were written by the area superintendents in conjunction with the
principals to address the identified areas of deficiency. Because of the confidentiality of
these plans, they were not made available to the researcher. However, the Research
Department verified that each plan recommended that principals with deficient leadership
skills participate in professional development training.
Professional development training was provided through the Staff Development
Department of the school system on a quarterly basis. Principals, along with other
administrators, were encouraged to participate in the workshops. It should be noted that
of the 33 principals in this study, 31 of them attended at least two such workshops.
Other factors which were hypothesized to affect gain scores in performance were
the racial group of the principals, the number of years as principal, and the perceived
usefulness of the workshops. The Research Department provided the data for the results
of the pre-assessment, post-assessment, race, and tenure of the subjects. The data for the
perceived usefulness of the workshops were gathered by the Staff Development
Department from the evaluation forms. These forms werfc supplied to the local Staff




For hypothesis one, the findings indicate that the gain scores from the
pre-assessment and post-assessment were not directly the results of the professional
development training. These results are in conflict with the beliefs of Shoemaker and
Fraser (1981). They expoused the belief that once specific characteristics of
administrators were identified, more precise preservice and inservice training could be
planned. The research findings by Stephens (1985) tend to support the findings of this
research. She expresses the notion that existing support systems for principals, including
staff development workshops, are perceived as insufficient support. There is a critical
need to improve all support areas for administrators in order for effective leadership
behaviors to be exhibited by more principals.
Elam, Cramer, and Brodinsky (1986) stated that evaluation of training results was
the hardest part of seeking to determine whether staff development courses really work.
They contribute this difficulty to the conflict in evaluating process when what is desired
is to evaluate product. Staff development participants can easily describe what they have
experienced and whether they liked the experience. However, the effectiveness of the
experience upon participants’ actions should match validation demands which are
observable, quantifiable, tangible, and verifiable.
Therefore, the findings in this research support the recommendation for the
continuation ofprofessional development training with emphasis on a more functional and
practical process that lends itself to data-driven, verifiable performance results. That
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school improvement invariably suggests people improvement, talks about excellence or
improvement or progress must focus on people improvement or progress or on-the-job
training. Further, it is essential for organizational development to be coupled with the
staff development if there is to be significant improvement (Hammons, 1978). Yet, to
simply suggest that principals attend professional development training, as is the action
of the system in which this study was done is not sufficient. Credibility must be assigned
the professional development training for principals through both tangible and intangible
incentives.
Findin2 2
Signihcant positive differences were found between the pre-assessment scores and
the post-assessment scores in five of the eight skill areas. These five areas were:
communication skills, decision-making skills, planning and organizational skills,
supervision and evaluation skills, and professional improvement skills. The three areas
in which no statistically significant difference was shown were: human relations skills,
time-on-task skills, and high expectation skills.
A number of researchers have attempted to identify leadership behaviors so that
when they are seen they can easily be recognized. This concept was the underpinning
philosophy of the developers of the Profile for Assessment of Leadership Program.
Therefore, readily identifiable, descriptors were written to assist the scorers of the
instrument in determining their observations of the performances by the principals. For
example, in competency II descriptors such as writes correctly, speaks correctly, and has
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good attendance are actions that can be measured objectively. Whereas, in competency
I descriptors such as demonstrates impartiality, discusses opinions different from his/her
own, and is honest are actions that lend themselves much more to subjective measures.
Thus, a close examination of the five skills in which the principals demonstrated a
statistically significant difference compared with those which did not show a statistically
significant difference lead to the inference that the five significant skill areas are specified
with descriptors that are more performance based than two of the other three.
The time-on-task skill descriptors hinge completely upon whether or not the
concept of protecting time-on-task is overtly communicated. Principals involved in the
complex duties and responsibilities of schooling tend to minimize the importance of
reminding staff members that all decisions are based on protecting the time-on-task. Yet,
the Effective Schorl- earch consistently agrees that the communication of high
expectations and the consistent engagement of students in academic tasks are factors that
contribute to school effectiveness (Brookover, 1982).
Finding 3
Neither the tenure in present position nor race of the principals showed statistically
significant differences between these factors and the change in leadership skills of the
principals. As for tenure in present position it is proposed that professionals in new
positions tend to employ creative, innovative and change techniques with diplomacy, thus
rendering effectiveness. An exorbitant amount of energy and enthusiasm are generally
demonstrated within the first few years of a person’s administrative term. The challenges
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that are met simply by entering the new profession cause one to assess the crucial tasks
and to perform accordingly (Feller, 1985).
However, in the case of race of the principals, the data for black principals on
decision-making skills are statistically, significantly different. As noted in Qiapter V, one
principal suggested that black principals learn early that in order to have a functional
school they must employ situational leadership skills (Fielder, 1967). They must learn
quickly who are the informal leaders of the school and then engage them in many
collaborative planning and decision-making tasks. This involvement by informal leaders
renders the principals effective decision makers. This concept does not preclude the fact
that all effective leaders do not involve members of the staff. Yet the credibility ofmost
black principals is questioned by amajority staff, either in word, posture or staff division,
in a greater proportion than that ofmost white principals. This action by black principals
was agreed to by five other black practicing principals in large, effectively managed
elementary and secondary schools. Although no formal statistical tool was used to accept
or reject their postulate, the perception stated here tends to correspond with the
accompanying situations that each of the five principals cited to support their belief.
It can be surmised that socialization continues to play a major role in the school
setting. One cannot separate the two institutions, school and society. Because of these
inseparable institutions, many skills due to ethnicity and learned socialization factors are
manifested in the school. In other words, many black principals learn and practice skills
according to situations that are influenced by socialization. While on the other hand,
white principals are faced with still other situations that influence them socially quite
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differently. The results in skill acquisition are forced to be different due to the nature of
society’s influence. Ethnicity plays a major, yet inadvertent role in the black
administrator’s decision-making skill. The role of group collaboration, the intuitiveness
to perceive negative informal adversaries and the skills to reverse the negative ur^jact are
skills that can be frequently attributed to the ethnicity of black principals.
ImDiications
From the results in this study, it can be concluded that while principals commented
that the professional development training sessions were helpful, well-organized,
professional presented, the sessions did not directly impact the performance of the
principals. A further implication from this study is that the professional development
training sessions lack an on-the-job assessment component, thereby measuring process
rather than product effectiveness. Finally, it is implied that attendance at the inservice
sessions was not a priority for the subjects studied. Less than seventy-five percent of the
subjects attended designated sessions.
Summary
To summarize, the findings in this research were inconsistent with the goals and
objectives of the Profile for Leadership Assessment Program. There seems to be a need
for revamping the process, expectations, and productive component of the Profile for
Leadership Assessment Programs in relationship to professional development training.
The fact that the performance on the skills measured improved attests to the
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necessity of continuing the program. One may conclude that what is evaluated is what
is actualized. It is important that the principals know the dimensions to be assessed in
a sufficient amoimt of time to perform the skills in an observable mode. When the
principals know how they are expected to perform, there seems to be a greater probability
of in^roving that performance.
Within the school system during the time-span of this study, pre-assessment 1986
and post-assessment 1989, several factors were present: the status of principals was
raised due to increased promotions for existing principals, some principals were moved
from the local school and relocated in the county office due to unsatisfactory performance
and one principal was demoted to an assistant principal’s position. The impact of these
factors possibly served as motivators for higher performance. There was the recognition
that effectiveness is rewarded with more prestigious positions and higher pay. At the
same time, there was recognition that ineffective performance met with punitive actions.
One can conclude that when incentives such as recognition, raise in status, promotions
and rewards are given, subjects perform closer to the expected outcomes. Therefore,
variables such as promotion opportunities, demotion possibilities, pay increases, and raises
in status should be researched as factors which may contribute to gain scores in
principals’ performance on evaluation instruments.
Evaluation is a fact of life in today’s schools and is necessary for purposes of
selection, retention, and promotion of staff, for measurement of student achievement, and
for assessment of outcomes of school goals (Heller, 1984). The applicability of
assessment performance or behavioral objectives must be molded to fit an ever changing
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role of principalship as well as an ever-changing society. The key role of the principal




1. A technical component of on-the-job assessment should be instituted as
follow up to professional development training or inservice sessions. This
component must evaluate the product, that is, whatever increase in
effectiveness that is attributable to professional development training, must
be tangible and verifiable.
2. Principals with deficient skills in leadership competencies should be
required to attend inservice training for the two most deficient areas.
3. Principals that demonstrate effective, practical and conceptual
understanding of the leadership behaviors should be used as mentors for
those with deficient areas.
4. A method for rewarding excellence and discouraging mediocrity should be
employed and made explicit to all principals before evaluation.
Research
1. A different set of variables should be studied to determine if there are
external factors which would support the gain scores. School size,
mobility rate of the students, teachers, and principals, changes in test
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scores, socioeconomic factors of the school and any other external factors
should be studied.
2. Qualitative researchmay be an avenue to explore in order to pinpoint more
definitive reasons for the gains. An examination of the management verses
the leadership skills could be examined through this method of research.
3. Further research replicating this study with a larger sair^le to allow for
more generalities of the results is recommended.
4. An indepth study of the possible factors effecting decision-making skills
by race should be examined.
5. Further research replicating this study and the effect of the Principal
Centers in the State of Georgia upon change in leadership behaviors is
suggested.
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DEKALB COUNTY SCHOOL SYSTEM
DECATUR, GEORGIA
A component of the




The administrative behaviors in this instrument are the ones expected of competent
administrators in any educational leadership assignment. They reflect the philosophy that
administrative competence and productivify occur when an honest, open approach to
accomplishing tasks is balanced with efficiency and a genuine concern for the people with
whom one works.
Model for OeKalb County School System
Educational Leadership Assessment
1. Orientation, with a comprehensive look at the Educational Leadership Evaluation Instru¬
ment and procedures, for all administrators.
2. Meeting of each administrator to be evaluated with his/her superordinate to set goals for the
year and to discuss procedures of evaluation.
3. Orientation of ail school system employees to Educational Leadership Evaluation Instrument
and procedures.
4. Collection of data from superordinates, subordinates, and each administrator being evaluated.
5. Development of individual and systemwide profiles from data collected.
6. Interpretation of evaluation profile by superordinate with administrator to determine staff
development needs, staff development opportunities, and written plans for attaining goals
for the following year.
7. Foliow-up evaluation to determine if goals have been met.
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Competency I — The Educational Leader Demonstrates Skill in Relating to
Others.
I-A Demonstrates behavior which promotes positive relationships.
Descriptors
1. Gives recognition and praise to staff, col*
leagues, students, and members of the
community.
2. Demonstrates courtesy to staff, col¬
leagues, students, and members of the
community.
3. Demonstrates relevant personal knowl¬
edge and interest in staff and other asso¬
ciates.
4. Demonstrates impartiality.
I-B Respects opinions of others.







Behaviors 8-11 make up the accepted
model for conflict management
l-D Maintains Integrity.
Key Points
The evaluator may assume that each be¬
havior (12-15) is present if there is an ab¬
sence of the opposite, negative behavior.
Descriptors
5. wistens to opinions of others.
6. Discusses opinions different from his/her
own.
7. Acts on the basis of these opinions by
giving them consideration in decision
making.
Descriptors
8. Recognizes existence of conflict
9. Demonstrates sensitivity to the needs of
those involved in conflict
10. Analyzes conflict
11. Develops a plan for resolution of conflict.
Descriptors
12. Is honest.
13. Avoids public criticism of others.




Competency II — The Educational Leader Demonstrates Effective
Communication Skills.




18. Participates in and guides small group
discussions.
19. Presents ideas or information effectively
to large groups.
Il-B Organizes and implements an effective communication system.
Key Points Descriptors20.e.g. Suggestion boxes, surveys. 20. Uses effective ways of obtaining facts
conferences, meetings, open-house, and ideas.
fitC
21. Identifies and uses the abilities of staff
members with special communication
and public relations skills.
22. Provides the staff and/or professional as¬
sociates with the information needed to
communicate accurately with others
about school system programs.
23. Maintains a regular method of communi¬
cating school and school system goals,
activities, policies and regulations to
staff, professional associates, students,
parents, and the community.
Il-C Demonstrates enthusiasm through verbal and nonverbal communication.
Descriptors
24. Has good attendance.
25. Is prompt to work, appointments, and
meetings.
26. Maintains a positive attitude toward the
educational process by making positive
contributions to discussions.
27. Fosters a positive attitude by example.
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Competency III •— The Educational Leader Demonstrates Skill in Making
Decisions.
Ill-A Is willing to maKe decisions.
Descriptors
28. Makes decisions within an acceptable
time.
29. Distinguishes between the need for
making a decision alone and the need for
involving others in the process.
30. Communicates decisions directly to
those affected.
31. Explains rationale for decisions to those
affected.
Ill-B Makes sound decisions.
Key Points Descriptors
32. Investigates accuracy of information
upon which decisions are made.
33. Makes every effort to ensure that deci¬
sions are fair and impartial to all affected.
34. Examines all possible consequences of
decisions before they are made.
35. Re-examines decisions in light of new
information.
The evaluator may mark these on first¬
hand observation of behaviors or evi¬
dence (results) that sound decisions are
made.
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Competency IV— The Educational Leader Demonstrates Planning and
Organizational Skills.
iV-A Organizes materials and equipment or ensures that the administrator with this delegated
authority organizes materials and equipment.
Descriptors
36. Has adequate supply of materials.
37. Works with service center to ensure that
equipment is in good repair.
38. Has up-to-date materials and equipment
39. Establishes workable procedures for al¬
location of materials and equipment
IV-B Organizes and maintains facilities or ensures that the administratorwith this delegated
authority organizes and maintains facilities.
Descriptors
40. Maintains clean facilities.
41. Maintains orderly facilities.
42. Maintains safe facilities.
43. Properly allocates facilities within limita¬
tions of size and design.
IV-C Plans events and organizes schedules to avoid unexpected interruptions of instruction/
work.
Descriptors
44. Interrupts instruction/work time only for
emergencies.
45. Schedules non-routine activities in ad¬
vance to allow for adjustments in routine
activities.
46. Involves staff in selecting or limiting non¬
routine activities.
47. Considers the needs of students, staff,
and school/department when making
routine schedules (lunch, breaks, duty
assignments, master schedule, class
schedule, etc.).
IV-D Makes personnel assignments/reassignments which maximize strengths and minimize
weaknesses of personnel involved.
Descriptors
48 ■ Considers the needs of the organization.
49. Considers the capabilities of personnel
involved.
50* Considers the distribution of work and
equity in assignments.
51. Involves staff in assignments/reassign¬
ments.
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Competency V — The Educational Leader Demonstrates Skills In Supervision
and Evaiuation.
V>A Follows a plan of supervision orensures that the administratorwith this delegated authority
follows a plan of supervision.
Key Points Descriptors
This indicator describes the formal evalu- 52. Holds pre-observation conference with
ation process. This does not describe the staff member.
infoiroal observation of employees at 53 conference
to write performance goals and objec¬
tives for staff member or reviews goals
and objectives already set
54. Observesthestaff member at work.
55. Holds a timely post-obsen«tlon confer¬
ence with staff member.
V-B Provides support to staff members or ensures that the administrator with this delegated
authority provides support to staff members.
Descriptors
56 • Provides staff members with written
assessment of performance
57. Develops written plan for improvement
or enrichment of performance.
58. implements plan.
59. Has follow-up observation if improve¬
ment plan was developed.
V-C Evaluates personnel or ensures that the administrator with this delegated authority eval¬
uates personnel.
Descriptors
60 ■ Informs staff in advance of criteria to be
used in evaluation.
61. Develops schedule for evaluation.
62. Bases evaiuation on firsthand information
and observation.
63. Shares rationale for evaluation with the
person being evaluated.
V-D Evaluates programs.
Descriptors64.Establishes and reviews periodically
goals and objectives for unit/school
programs.
65 ■ Communicates evaluation criteria for
programs to all involved in the program.
66. Collects data for evaluation.
67. Makes program decisions based on
evaiuation data.
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CompetencyVI—TheEducational Leader improves Professionally and Provides
the Staff with Opportunities for Professional Improvement
Vl-A The educational leader demonstrates professional improvement.
Descriptors
68. Shares materials and information from
professional meetings with staff.
69. Discusses readings and ideas from read¬
ings with staff or other associates.
70. Provides staff or other associates with re¬
search related to various job areas.
Vl-B Encourages professional improvement for staff.
Descriptors
71. Encourages participation in job-related,
professional meetings.
72. Encourages participation in local and
systemwide staff development
73. Provides staff with opportunity to discuss
improvement or innovations based on
research.
74. Aids staff members in implementing
ideas.
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Competency VII — The Educational Leader Demonstrates Skill in Protecting the
Time on Task for the Teacher and the Student.
Vll-A Communicates to staff that ail decisions are based on protecting the time on task for the
teacher and the student.
Key Points
Time on task - the time that is scheduled
for the teacher to implement planned in¬
structional activities for the student. The
educational leadershould decommitted to
providing asmuch timeon task for teacher
and student as possible.
Descriptors
75. Initiates written communication reflecting
the importance of protecting teacher and
student time on task.
76 . Communicates the importance of pro¬
tecting time on task in formal meetings.
77. Communicates the importance of pro¬
tecting time on task in informal settings.
78. Communicates to those affected how de¬
cisions relate to the protection of time on
task for teacher and student.
Vll-B Monitors functions/duties of the staff to ensure consistency in protecting the time on
task for the teacher and the student.
Key Points
Materials referred to in item 80 include
work schedules for service center
employees or for local school auxiliary
staff: duty rosters: instructions: reports
due: lesson plans.
Descriptors
79. Observes the staff at work to determine if
they are making progress toward achiev¬
ing more time on task for teacher and
student.
80. Examines the materials generated by
the staff to determine thatmore time on
task has been given the teacher and
student.
81. Uses information from those receiving
services to inform the staff of their pro¬
gress toward providing more time on
task.
82. Provides opportunities for improvement
for individuals who need instruction on
achieving more time on task.
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Competency Vlil—The Educational Leader Has High Expectations
of Staff Members and Students.
Vlll-A Ths educational leader has high expectations of the staff.
Descriptors
83. The educational leader evidences high
expectations of all through equitable
work assignments.
84. The educational leader does not permit
poor performances by staff members.
85. The educational leader provides indi¬
vidual or group support for those staff
members who need help in meeting
performance expectations.
86. The educational leader performs at as
high a level as expected of the staff.
87. The educational leader rewards staff
members who meet high expectations.
Vlll-B The educational leader ensures that staff members hold high expectations of
students.
Key Points Descriptors
88- The educational leader communicates
to the staff the importance of holding
high expectations of students.
Research addresses such strategies as 89. The educational leader presents
wait time for student responses: research on teaching strategies that
success-oriented assignments; patterns demonstrate high expectations of all
for eliciting student response: praise for students,
meeting specific expectations; etc.
90. The educational leader observes
teachers in the classroom to determine
if "high-expectation" strategies are evi¬
dent regardless of students' gender,
socioeconomic level, race, appearance,
etc.
91. The educational leader provides indi¬
vidual or group support for those
teachers who do not demonstrate "high-
expectation” strategies in their
teaching.
92. The educational leader encourages
teachers to reward
students who meet expectations.
Key Points
Work assignments refer to grade level,
subject area, clubsponsorship, commit¬
tee, clerical, maintenance, and extra
duty assignments for auxiliary and pro¬
fessional staff members.
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